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s Languége and Secordary Schooling: The Struggle for Meaning

o

- '
s\ . »

. ‘
) fIntrinsic to Phe notion.of teaching is(that what weiﬁo.aé teachers ¢
agfeéts our student;3 1earning. Cons%qu?ntly, we spepd consid?rable
ene%éy prep;ring(dailf plans and yearly programs. We pursue felevance?

we try to be innpyétive, and we try nqé to forget the basics. We study ‘
our sub?ects and’ the psychology of ou;«studeigg. _We carefally chog;é

. «curriculum materials. ‘We expend enormous energy, but in preparing’
T - S : .

v ,

to teach, and 'in teachiﬁg, we tend to overlook an aspect(of sur beéhavior

tHat'significéntlyﬂaffects our students' learning: our use of language
’ - . - .
ing the classroon. ¢ m—— . . ,

We tend to take our own qsxbal behavior and to a lésser degree °

. : - 4 .
that of our students for granted. The Pact is that language”so ,

v . .

'

permeates the classroom that we seem unable to focus on it. Almost

\d .
everything that goes on in a classroom is sygped,'expressedﬁ and reflected

by our use of language. Yét, because language is so pervasive and, at

. . . ‘ »-
‘the same time so habitual, and except where recorded, so fleatiigeit.

; . - -

tend to act as though we wére unaware of the inextricable relationships’
e . . R

between the use of language in our ckaséiooms and our students' learning.

~ 4

~. ‘A key for us -to beginning to understand those relationshipé’fgf\ '

impliEit in E. M. Torester's phrase, Monly connect'". Teachers try to
"connect" wiEh‘student what:they say so that their inner. worlds of

experience somehow make ‘sense and become a part of the students’ t

~

experience. Students struggle with the words of the teacher and the

-

»

_subject trying to "connect" with both so that the subject can become
\ ying , ,

™

. .
. full of meaning for,the$¢ The conduit’ between their .experience and the

L2 &

ekpéfignce pf the teacher and the subject matter is their own thiﬁking

]
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" process.. Although there is prelinguistic'thought, when the subject is

.
LY

or becomes to any degree abstract, language must interact with thought

A}

in order to make the connection between the inner world of the student
@
and the outer world of the teacher and the subject matter. The key .
[

to making megning for the student is that somehow that 1anguage must

. v

-

“be. their own. ’ ‘ . .
0@ !
Try as they may, teachers’can not make meaning for students. Mean«

-

/ ' o ’ . .
ing'can/nbt\be passively received, or adopted. " The meaning that is .,

N

inherent in wokds is a socially aéreed upon meaniné. Teachers tend to

. assume that if ‘they speak words whose socially accepted meaning is clear

. .
. .

that there will ‘be little problem for students in making the connection
) 2
between those $ocially agreed upon meaningy,and personal meaningfulness.

But that vital connection can ‘fevér be fned. For words to. be full

'
'

of meaning their conventional meanings must be infused by the personai

experience and th}ught of the student. ' Teachers can try te facilitate,

encourage, support, and guide that crucial connecting protess, but they

" chn not do it for the student. Making meaning requires that the students

cdhnect th&ir inner personal world of motivation and thought with the
c o 0 v . r

4 - . . . -
outer social world which they perceive and experience. Learning requires
&

¢ 2Ty ~

P e e s

that, 1n the end, students make meaning for themselves. :
The rhetoric of secondary schoollng ﬁrges sfhdents to thlnk for -
. . & <
themselves, to speak and write meaningfplly. The patﬁérns bf verbal

. " e
-~ L) *

behavior that actually prevail in secondary claseroms ar& those of

teacher dominance. They tend to- stifle rather than faci@itate students

making meaning-for themselves. It is through acteal 1anguag0 use,

either speaking or writing, that students are able to mdke the connection

between their inner, personal'wqplds and -tfle external wotld of the

q
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teacher and the subjebt matter. To make thogf connections effectively,

students*must talk and write a great deal more and in a way qualitati-

vely different from what tends to prevail in secondary classrooms.
[} .

<
]

Studies of language behavi&%'in'secondary classrooms (see A.A. Bel}ack;

. ~ , \
1966, and'Douglas Barnes, 1969) indicate that the most direct -way in.
. ]

which teachers dominate tﬁe process of' making meaning is that they talk .

the ‘most. ihgy controf tﬁe process of making meaning by trying to do -

* Ll

.

1

most of it themselves and\ by controlling fairly rigidly students' attempts

to do so. Bellack's study indicates that the ratio of teachers' sﬁeéch
. S

to that of students is approximately three to one.

4 -

Moreover, Barnes's study indicates that teachers rather rigorously
8 3,

. . S . . \
control the quality of speech in the classroom. He indicates that the’

N .

major tone imposed on spéech in the classroom is formal, objective,
substgmtive. “Stydents are urged to adopt the language of the subject

ty \
and schooling and to avoid the personal language of the self, a practice

- that is sure to.at least inhibit and perhaps cogfliét with the precess

T - . N . . - -
‘ of students making meaning for themselves. ’

N ~ .

‘The tapes we obtained of secondary classrooms* yield results con-

' sistent with those of Barnes and Bellack. Teachers in the classrooms

we studied do most of the talking. Their talk i5-mosg ofte; directed

_‘-Q

at the entire class and less frequently at individual members of the

class. Most of their s?;k_is an attempt to present meaﬂﬁng and to N

'
.

evaluate its understanding. To do that, teachers are, constantly struc-

tufing, explaining, clarifying, queézioning and.judgi‘%. . \

l*We obtained our redordings by asking teachers in an urban high school
to make audio tapes of their classes in progress. We were not piesent_
. . while any of the recordings were made, and we obtained tapes of ald or
part of nine different classes. Certainly, that sample is limited by’
size and by the fact that it contains only the classes of those teachers
in one school who chose to comply with our request. Still, the 'tapes
and subsequent transcripts illuminate our understariding of teacher -

domidance of classroom language patteras.

K

Q ) - 4 . N
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The teachers tepresented on our tapes tend to speak in paragraphs

or even-sequences of paragraphs. Whereas the-teaéhcrs tend to display -~ - -

" Lo Y . \
copsiderable autonomy and control over what they say, student speech

':is constantly being channeled and shapeg by the teacher. Students'

B < . §
verbal behavior is much more limjted tham that of .teachers. They are

basicallf_responders rathei than initiators. They tend to speak in

" } ., . ’ i ¢
fragments, sometimes in sentences, and very rarely in paragraphs. They

. e
divect their. speech most often towards the teacher and very seldom

A rs e/ . \

. -~ .
towards their peers. They apswer questions but they ask ®™urprisingly’
few, and when they ask a question it may be a significant classroom

\ ) ! . ¢
event. !

\
3 s -

< Our taﬂéshinditafe that}the Eeachers we studfed, }ike the ones
¢ited by Banﬁes‘énd Beliack do most ;f“ihe meaning making‘inkthe class-
YOOM. Becéuse teacher; talk a lot, they get a‘lgi ;f practice in making
mqen;ng in second;ry clgssfooms. The stuéents on the Pther hand get

-~

'

considerable practice 'in making meéning of the fact of teacher dominance

\ . .

of that process. What-they seem to get the least practice in is in

i

making meaning of the subject matter for themselves. For students, this

process may-go underground, buried by the dominance of teacher talk and

/

éxpréssed {nethe'gmbigu;ty of student sjilence. Sometimes it rises to

the surface and expiesses itself in eonflict with the teachers attempt

to impose,megning.‘J . ' ' . .

What follows are three progressively-longer excerpts from the tapes

we obtained which illustrate the ﬁatterns of verbal behavior we have

A -

discussedt The

irst'transcriﬁt which follows i§,a brief part of a

& ) 2

fqréy ﬁinute eleyenth grade English class lesson during which words that

1

L

cxhrcisg in using the df&tionary,

0 [y

ed for homework, as an
. : -

’ L}

r
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. ) .
Teac.her—-'Nu;n'ber-6, obsolg“te. o, ‘ 1.
Sevérai student_s-—ho longer in use. _'-‘“ ( " o 2.

T T2-No 1onJer in. use.... _ . ."'._ ) 3 3
) S.tude;nt_—-'-Only‘ \one‘. ' 4"-
T:-;'_O\u.t of date,' probably'll cover the thing best. So, f‘or exampfe, 5
~’uh, the re!(son 'no‘longer in use'’ \7ou1c;n't neqessarify filtgs is.’. 6 -
if you take something like a bipla;ne, an anti‘.que fro?n/ World War I, =1
they ‘still have them, they're bought, 'é%d if you take car;-of tfhe . 8
‘thing p‘roperi}y, and .get a mechanic who kn‘ows what\. he's d.oin§, and }g-'s 9
you' can eitper f{nd, or y'ou.can make the sp‘are parts, 'which some )‘ 10
pgople do, you can ‘still use 'em. -They are in use. But they're ) !& 11
really out of datfa. I mean', uh, no mattgr how f’ar dc;wn the 1iné '?;‘ f;'

y(laug Nationa;l Gugrd\base happe;ns to be in teL:ms/ovf priority, you'r
.not, going to find a spud (?) lying around on the field 'for"t-rainilé A

. , . . ot .,\ 3
purposes. So, something is out of date, a uh, all right, a"Model A ,‘5
’ oy

> <

a Fgfd is ol;sole.te, b.ut it's _stili fl{n tra\have. You can {still find )
them in worki‘ng:c‘ondition. Blit, on.the other hafmc‘ij you really &'
wouldn't use- it as a reéular car.for get,ting around. So something
that's out of date, past its t;'.me, is obsolete. ) «'

Uh, number 7, sibling. L
S——Offs‘prings of parents. K . :
-

~Z
R
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. . The comments by students in tﬁig excerpt are representative of what - ,

.
- -

‘they say throughout the entiré tramscript. Students speak in senténce .
~ - / .
. fragﬁents; there is np connecting or developing of ideas in what they
< . say. . The long paragraph develope& by the teaéher, hovever, doeé prévide
. . » o 3 L

’

sucp tonnections. His paragraph is a well-integrated sequence.’ Two -

4 ‘main strands of thought are logically developed, one moving from the |

+ concept 'absolete' to the synonym 'out 6f date' which is then illustrated

-~ P .

b& the examples of a biplane and a Model A‘Ford; intertwined with that Y

~ 3 R ‘.\'

line of thoﬂght is another showing -why 'no longer in use' is an acceptable,

K - but not quite as-accurate, second synonym for the same concept. The

teacher is developing a subtle distinction in meanings for the word

. 'obsolete' 'and, at’'the same time, joining those mednings, by 'necessarily"

1 ~N

D (line 6) and by 'But, on the other hand' f[line 17). ’ "

-

: That Eeachér—delivered paragraph illustrates how language works to

make meaning. Stated simply, we can say that words.are used to refer
to reality and to connect those references into patterns. In that way,
‘ t

.- o 7] - -
the jabstract concept representeé by 'obsolete' becomes real: the teacher

. connects that word to tangible things, the- biplane and the Ford. The
* concept is tied to particuiar percepts, just as the concepts of ‘using'

. and 'not using' (line 18, for exampled arc traceable to the perceptible
4 [ 4 . - A»-‘
sound of. the studeht voices (lines 2 and 3). ’
- . . ~ .
Beside making meaning, though, the ;eacher is doing something else,

o

He is assuming that by presehtipg ﬁsaning to his students, they will be

- ” R

ore abple to make meaning for themselves. If we examine that assumptiom
Y - ~

. ( ‘ s . ’
\in‘terms'of how the ’teacher himself arrived at meaning, we find that if

-
»

is untenable. For the ‘teacher, the wo,rd.-'o‘lete’ took 6n meaning by

. -

- becoming attached to pcrceptiblé aspects of his experience. That word : .

: means what it does because it represents and provides a‘sotial or

~ ¥ ! § N ¢ .

o o ) . \ - g . i .
[1{“: < .. E; . : . . v .
T .

: ’ .o ' . . Y .
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¢ommunicable label f r is personal or private experience The word has
p i

achievig meajﬂng for the teacher because he has struggled successfully to

creat& that match between the conventional meaning and personal experiéence.
. SN . . .

/

For hiS‘stadents though, Zhe task is more difficult; because ;h addition ‘
e' mean something in terms of ther; experiences,

\n making the word 'obsole

L)

-

they must also struggle with the teacher s presentation of a preformed

v ¢ .

meaning for that Word. 1In trying to grapple with experiqnce; students,

'herelfirst have to grapple with the.teachcr;s vay of dealing with‘experience,'
.Teachers'tend ao expect a snooth ﬁransfer of meaning accomplished

through the gonnectionslthey mdde with language. we‘have found, however,

the possibiliiy'of a conflict rather than a transfer of meanings. If

~

- language worKs'by shaping or structuring personal and.private thought, -

. fé%ling, and experience By matching those with sbcialized oreconveno?dnal -

lahels, then the person doing the matching or connecting is the person-

U .
doing the’ lEarning or meaning-making. The dominance of ¢the teacMer in .
~ . ‘g . -
the meaning making process would indicate,that the teacher, is doing the
- ’l . - 4 !
learning but, not necessgrily the students. The problem is not limited, >

0
4

to vocabulary lessons ‘in English classes. Because language is part of*

»

* Y

every subject’ and permeates thavior in every classrpom, the problep of

conflicting meanings, one the result of an inner struggle’to‘mcan, the

~ . . *

L) LN =~

-qther the result 6f a struggle to understand preformed neanings‘delivered

4
3

by teachersr is present in<all classrooms in whith the téacher dominates .
. kS . - . [

v

the lxuguage 1nteractlon v
‘ GLVen.the dominant language patterns Fhich we descrlbed above, we
suspect that conflicting meanings are aoften on the miuds of stuﬂents. : -

That suspicion must be qualified: as long as teachers value student ¢

. * . N ’
silence and limit student language to brief, fragmehted comments, what is

.
~ <

-

<l
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) ~really on the minds of students often remains a mystery. - A s
N < - K \ A ¢ ’ - «\)
Evidence of ‘the cohflict of meanings does at times surface in class- c
’ > o . - . . . ™ . .

. . . A ' 4 . .
« Yoom 1anguage: For example, an excerpt‘from a twelfth grade science. class o
» I - * s ' ) - -

iesson,dealing with the half-life'of radioactive materials illustrates

g N »
.
/ “ » A - . “ P
. .

.7 a conflict Qetween the students struggle for meaning and the teachers'’
. t ! . 4
. ' attemp% to explain meaningfylly..
! - : B @
p ‘ .
. ) " A
) Student” - why, uh... .= . . - 1
e o ¢ )
- Teacher -- Pardon? - ~ - ’ ‘ 2. ]
“ ‘ . - . - y N ‘ ) [ ) R - d
. rA - ‘Y
» *» Student -~ Why half the life? * . > 3
. Teacher -- Why; why do we call it 'half-life'? 'Cause that's 4 ;
Y . . .oa . . - . ‘
'? . " the time it takes for halfy the material... 5 |
N . \ ‘ » ‘.
Students\yé I know, but why ot? Y . . "6 — .
. . ~ . < L . . ‘ |
- N -~ . ¢ ;
(Laughter) . ~ . . 7 L
! . - |
- . Teacher -- Uh, that's a good question. Uh, why do we call a 8 o '
» . ¢ ' . . ' ’
! banana 'a Yanana'...instead of calling it an apple? . 9 ’
! . a .
. ( ) > .
' (Laughter) . S 10 -
Lv . . ' ) | N
0 1 y . - -
T -- Uh, I suppose for calculations, and so on. 4hat this works 11 .
R » . P ’ . 4 # - . ’ ‘ N ‘
out, yol know, conveniently. Quite often we come up with . 12
) N . L S
. ' ) . \I * : P ‘ ' ", ’
M - formulas which we use more for convemlence ‘than anything else. 13
P ' * . = ) l - 1] \ - "
- . @ * . b ° @ * u 13 : -
p _The stnﬁent‘here is wondering about the arbitrarinegé\gf the label ~ B
mhplf -life' The connection between‘dccay and its temporal: measurement

° < —

is for-her not a matter of convenience, as -the teacher would hawve dt, but | ‘ .

r

" one of.difficulty. She has not made the connection for herself and secems

R r . s i ¢ P . ) -
;,reluctant to accept someone else's concept unquestioningly. Vhat radio=- .
} active decay mecans to her is at odds wﬁ/h thc conventional meaning for the
& ' - v ’

-

. . 7 T N

- - ) \§ ., . . -
ERIC L 10 _ S o |
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. term 'half live , Which meaning she claims to undcrstand when she says ~ ) .

e . - 'l know (line g) The teacher in this lesson is responding to the-unasked

¢

. * . . ",
/ qpestion n%mely, why do we: name th1ngs9' and answers, 'for conven1enceL\j ;
- ‘ G’ A

Aéreed.upon'names are applled to pieo/s of f£31t or to pieccs of physics,

’ to get on with knowiné, or talking‘ahout, orlcopmunicating mcanlng. We o .

’,_ think that vhau the,studcnt really wanted to know(uas hop.to make'ncaning ,J o
. ey .

for herself, how to get from particular percepts, from the sight of a piece

B
‘

. © of radaoactive material and from the sound emitted by a geiger counter {both
. - . )
) . . . ‘ . L .
of which formed earlier pa%ts of the lesson) to the making of the’concept - -

. - ' . 8 ‘ , . .
'half-life'. One possible interpretation of the laughter is that her -
. - a . . ’ ° . " e ¢
. question was amusingybécause students here are unaccustomed to their pceré .

vocalizing, the struggle fos neaning. .o o S A// - ’ e
4 N v . . . Y -
s o The teacher in the sclence lesson went on to give a‘ﬁengthy exiﬂple

Y
®
s Y bf a formula that "y& ‘use for convenience; and‘the studenth\question returaned
b [ . ) . .

, to the realm of her private thinking. dn this tape, as in all of the tapes : -

1
.

¥

5 which we considered in our studv of classroom-lanaguage interaction,-we o
i ~ ] . ] . ’ i
’ noticed'ah emphasis on the social, conventional aspects of language, on “
. * ! . ¢ N : ' ‘ »
t meanings tHat students will just have to ‘accept, not make for themselves.
Where the personal or private aspect of language shows up on the tapes,, - «
. 4 - > .
T that is, where ind1v1dually relevang"meanlng becomes communjcab]e through

g .
h ]

- ’language, we almost always found the teacher, not students talﬁingk That,

we believe, helps account’ for the familiar report in wh1ch tgachers indic?
» L . , .
that they Ycally first learned their subjects when theyghad.to teach thcm.

» ‘ - ‘ -~ . °

Such learning is the result of talklng their subjects through of capLurlng

. - -

. private thinking in words and thus making those subjects meaningful for -
- . * . H
themselves. AT ‘ ’j ., . - © -
. T r o S~ R . ] ’ B .
T - Without the experience of talking the subject through, thought would
N ) - , 9 . 0 . '; v
. /l ’ ' B ' "y \

"ERIC . AR

s ’ e
. ; ,
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) 4 . LY »
. \ o, 0 ) , .
. ' . ¢ v . '- . . L -

remd@n disconnected, detachedf from-experience and perception, and tHere{qre

. ' . . 4 .
- , " ¢ medningless. Students need to make thC s@fject meaningful for themselves
~e P . . : ! . . . .
- - ? 4
. by ¢alking it through in much the samé way the—teacher does. Because the i
F ) « )

lénguage behav1or of the teacher is not normally permltﬁed to.students, - '

and because there is often a conflict between personal attempts at meaning ' ‘

b ’ v ’\‘ ' " ' ‘e )
. . -making by students and the ddminating_attempts at‘chmunicating me;:?=§ . ’
fe\: [ t’ AN ' ) . » . - ,’ ‘ ) ’
by. teachers, what we see happening in student 1anguage it classrooms is ‘

~

™ ) what is described by Vygotsky i? Thought and Language (Vygotskv, 1972) as. -

. a scparation between the speech of a person and ‘the subtext of that speech. R

. . - - ¢ .
hd .

. v B . R - 2

z;- ) What is said by students in'classrooms may often bear very little resenblanee

"" . ) » y o ’,
_. . to what the same students are really thinking and feeling. The socialized
o . ,
- .v * .
" aspect 3?'c1assr00m ianguage can beeome so dominant that the’personal sub- " &
v~ g . . it
text may rema1n deeply(hldden 1n the speech thathls offered

-~ . 4 -

The struggle for mean;ug howeversy. 1s vet}~personal Meanlng results -

- /s I '

~

when,private sense perceptlon, 1nf1uencmi‘b71nd1v1dual needs emotloﬁs, -
v - “.?) ' ¢

¢

[

»
1nteracts with the social of’conventlonal aspect of the

. < and experienc

/_, \.- . ’ . °
word. More th!\hany of the others, one oﬁ\%ﬁé classes-we’rspdrded il»lus—9 =

.. . . Lo , . AR L R4 ~ . ¢

s .
trates ‘that interaction of personal.

1oughtfand social’language. Notice -
R .

.
- Loy * . 123

. h3

~

" that.in the1folloW1ng echrpt the tedcNer ‘hahaaiven ovér to students’some

of the control of 1anguage behavior, and as a resMt th s’Eng]ish class
s 4 / s, N o

vocabularyflesson is.different than the one we 1ooked a

e i . )‘,_-,

P ficanptly, we have had to 1nc1ude a!longer portlon of the

carlier.. Signi- b
\

/{ ,'\1‘\ -\

anséript, \because

M? Tl e -

:n a preformed
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T .

Teacher—-Q K.? Right now we' re going to be on page onc—?;neteen in the 1

vocabulary. /Agam we're going to do some of the French words that T 7'"2
’ think you‘ really ought to know These 'are word§, uh, it;em six, terms_ . 3
dealing with history and gover.nment. 0:K., there are about nine worcis' ’ 4
there; wé;only need, we only nee’d about feur of these wc;rds. If you .'5

.

have‘a pencil, circle them off,‘o._k‘..? The first word is coup d'etat. *+ . 6

=
Student--1Is 'coup' a’word too? o . . . 7

"e‘-'- © . ‘T-—-or coup; right. :Or Tcoo'. -Notice, the final letter in a French word /&~
“ > ' ;‘ is né)t prenohnced:.. ) b . R + 9
- - | "S—-Why not? . - L ’ , \\ ‘ 10
T--1f i\t's a eonso;émt, in most of“these words. \Be sure that you look 11

at the pronunciation underneath each word,'-bec_:adse these are words that 12
. L] .

' — look different (?) than any others, 0.K.? So,, we have a coup d'etat, 13
.which is, notice, it's an illegal ovéerthrow.of 'a_government; sudden, 14
~ e : . . e )

violent, or illegal. The example given in the book, 'Napoléon seeks = 15
L . power by a coup d'etat.' There are coups‘ th\at‘ take place in South § "6

o ertens coumtetes ail e cime - ‘ .

American countries all the time.

S--What about South Africa, too? . “ 2 18
T-- Uh, South Africa, there have been some. i . ) 19
. » S--But not as, not as... i ) 20
Y TeNo. — Q . ‘ , L 21°
8__:. . .frequent. ) ‘~ 22
. J--Right. You hear apout it fin, in South America all the/time. Pidel 23
% ) Castro took over... ~ ‘ - . 24
- ‘S/‘——"Fiddie' ' , - : , .25
. o \
. J \




.
d .

7

- A. ‘ o ' ' - 12 -
> ¥ I . | ’
) T--:‘.F';td‘;lle{,.fi“cvldle-;? —;ight; He to‘;gj over' by a coup. 0Q.K.? I don't 1. .
expec;t you;‘tql‘rememb‘er' how to speil it. I expect 7you to recognizg it 2
’ ,when- your 'hear it. Steve? .. ' . ¢ 3
S--In Cub:a(, _r§ghté‘ They had, um, "they fléve Fidel Castro's government 4
right? Do éhey;; den't they have another, you know, )g'overpment, or is 5 )
- ’ ‘. @, .
\ever’ything. . EEE , ) . 6
S-rEverything's under him. ‘ 7 ' .7 ,
C . ) . -
S==,.. Under him? - ] - 8
T--He 'is an absolute dictator. /\ ‘ ‘9 v
Se\n;ral students, and the teacher,. talk‘ at once. . . - 16
Parts of this talk: ) ) . ¥ - : ] 11 3
S-—V’Thy don't %:hey ‘shoot' him? ’ 12 ‘S
.'J.‘-—H}e h’aé taken over~comp1etely. . - - / R )
S--Is he a tyrant? ’ . . . 14 |
S~~My name is Bil'ly Walte;}‘.‘). “ . 15- i
T--0.K.....yeah? )’ < - \d 16
S (undeciipherable question).: 17
S-;Yeah, fwice wasn't tt? \ . 18
f--Sure, they did tey. . _ . 19
S-—Edgar Hoover N ’ | 20 '
'/\l‘--Tpey tried to pull a coup on... R o . 21
-S--...1 .forgot 'what it was. The U.é.—Cuba boxing matches Sunday. . 22 .
Didn't he just walk into .the arena, and, you know... l 23 .
T--He's not afraid. : - ) ’ 2
Several students talk at .once.. . ‘ . 25
T--It's an ab:—solutc‘c'lictatoi:shi_p. 26
S--{'eah, but, some some poor... . T ’ 27




- “
» v . N
- . .

T—--People...

.

S~=...citizer mighta shot him ) !

- -
. .

- T--I think, I bet they screened everybody, carefully. Nobody goeé through

-
Ay

_w  the airport...

-

S--1f somebody went in there a week before and hid a gun, somewherée, and

‘ they guy jus! just. wélked in and;i,,,.,~'”’“ ) /

e T

T--1, the place was under surveillance That's another Frehch word, by .

the way--1 bet’ that place was under surveillance for months.
| -

S--(?) they( 6ulda jumped out. ' . o
. N -
:;An ,they*probfbly have, like the machlnes .When you go into an °
and tbey check you. ) ' ) -
m-—z—'——-—a‘

Sﬁfﬁetal«»mf al detectors.

T--1 bet gverybody was frlsked out for megal ObJeCtS There's not that

fear, like; like Kennedy, in,ggllas. That never should of happened.
» /

S--Cat's ‘up on a roof. ) L e

T--Yeah, but I mean he shoulda been in a glass bubble. He shoulda been

‘4

in a limousine with a glass bubble. . -
]

.

S—-Yeah, but he was a celebrity, man. .

T~--Well, of course. And he wanted to be close to the people. Steve? =

.« S--Another thing about that. Cuba, right. You see, they have all the

black boxers and everything, right? All the boxers scem to be dark-skinned,
<

.' black-skinned. Well, when I was looking up at the crowd, everybody

seemed to be no more white, -you know; I didn't see any spectators out

1, - 4 . -~ “,
there black, you know. ) - e
. . - ,,_-’,:—;’.2’.”:
S--They all look white. Sy
A ' 'S—-In Cuba, all the high society is mostly white. J o
- : ’ /ﬁlj

10

11 .

12

13

14‘
" 15

16

L~

17

18
) 19
20
21
22
- 23
‘24
25

'
26




.
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16

4

- (* ke
S -1l4 - o -
N ’
T--Um~hum (7 o 13 !
< e
- ‘S=-That!s 'cause... ~———> ) 2
T--There's an elite. Uh, I read ah article in a magazine recently about "3 -
Hawaii which was-in answer to a letter by a black man who ;isiéed'thgrg: 4
and there was something, 'If .you're white, .you're all right;'if yourre 5
. o . , ' .
«brown, stick ‘around; ifﬂyou're black stay back.' Uh, this happens in... * 6 “
f A Al 5 : \"\‘ :
» S--That's called 'school-yard.' . / R
Si-Aﬂa if you're red, you're dead. : ’ ; @" .
S--And if you'ze blue,. you're cue. (?) .9 A
2 . .
T-~All right, I think somebody's trying to pull a coup in this class 10
right now; we're digressing. 3 ) S 11
S--Hold 1it. . 12°
T--0.K. Let's get on. It's interesting because the words ‘we're 13 ‘
using are words that deal with governmenu, and history, and}we wound up-\ 14
. & - \(._.i—/ °
disgressing into histery and government. . .- 15
.o : t ) - i .
) , v g
/ , ' ‘
, \ \ g
% Y
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. vIn this excerpt\theuteacher establishes the frame of a structure but

' @apts-to allow her stidents to make meaning withinm it. Thus, she states
° 4 , .

v

4. that we will study words derived from the French, and coup d'etat, as defined
by-the Boék is the starting point. Where to go from there is partially

‘up to the %tudents, and We go to Cuba and Castro, to Dallas and Kennedy,

'
- Y

to violencé and to assassination "One student brings us from relation$

I

between wqrds’ to relations.hetween,people and races. Meaning is being

. b -

-»

made in this struggle: Steve is trying to turn his perception of black
»

<

fighters—and whlté spectatoé% into a concept.

B We_have much more of the pgivate thinking of stddents in this excerpt
than #n the others. ‘Several students are trying to connect the concept

Ycoup d'etat; with their own experiences. ” At the same time, the tape

suggests that guiding classroom«talk and thought is a role students are not

familiar with: they compete-with each other to be heard and some are led

to silliness. ‘ .'; ’ .

¢ -

It is signifitant to note, though that the teacher becomes anxious ,

and returns to the role of prov1d1ng meaning. She trigs to make her personal
perspectives and beliefs dominant, and in that attempt she makes the struggle
_to mean hér own, and not her students'. She talks about Cuban security

r

' and jumps to Dallas, then to an article she has readtrecently; “Later, she

feels the need to make'explicit the relation between the classroom talk and

.’\ her intended 1esson plan She points out the connection betweenythe words
being studied and the classroom talk ‘which she calls 'digression Finally, -

she brings the talk, the silliness, her anxiety, and the word being studied

»

togethegz "I think somebody's trying to pull a coup in ‘this class right

now."

This excerpt illustratcsvthe gap between the text of speech, the

“«

~e . N o
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JVV/ the socially ava}lable meaning- of what is sgid; énq}bhe subtéf%, the “ T i ] 0
ﬁerséﬁaily rElevant'meaning of the same worés, in a Qay Eﬁat is.highly‘ '}&‘1 \ '(
visible: In this class we can notice how the,t;;Eberfgkégxiety inf;uencés ?

N * or inéerferes with her attempt to forﬁ'é.concept; ogé:dégiing with,r;cial-”.';i <

y . R

injdstice and prejudice’, which then geté in the wayjoﬁ @hé same atg;ﬁpt . o
! . by a student. The teacher's digcomgort may be céﬁéea’b; her'not being »
fuii; prepared to give up ;ome of the role of meaning ;aker and the,qbntroi ‘

. .
of the classroom that goes along with it. 1In this case, ironically, when

v

the gap between subtext and text Begihs to close for stgdents, when Jeff,

for example, begins to match the word 'coup d'etat' with his personal
PR A, b . - ]

experience, the gap éets {tider for the teacher. : : N

It is not an easy .fask for teachers to achieve an effedtive and appro-
. — L * , -

'

5 ) ; o i ° -/ .
prtate balance betwefn the personal subtext.and the socjal text in class-
? ’ . ,

room language. Two forces, one 'inner' and one ‘'outer',' seem to work

.

against the full intgraction of private thought and public speech. The

inner force is a matter of linguistic habit. Each of us does not have to

invent lanéuage, but only'learn'or acquire it, and practice makes that
' . . : ’ R
- : task more habitual and automatic: the more we talk, the better we are at <

[ [ ' ’ \
making lnaguage conventions express personal messages and purposes? Thus,

.* we become increasiﬁgly inclined not to notice that the meaning of'everyf
word is a unification of subtext and text, of private perception and public N

- -

conception. . For teachers, this 'inner' influence leads to-another habit,

. N

- that of 'offering prcifrmed meanings to students, since it is-easier and

~

"~ ,-less time consuming to dé.that than it is to permit students to struggle

4

through making ﬁea;ing,ﬁor themselves. The catch is that the person with

.the most language éxperience, the teacher, gets even more experience with
. * , “ \

v

meaning meaning. ) : . .

: . . |
-\- . . ;
' |
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v . The ' ‘outer' force, furthermore, reinforces that inner, habitual one.

S8ince schooling is very much a process of socialization, we can expegt the

situational and culturélfggntexts of classroom language . to e;ain'emphasize_

the séciél over the persqgél. We recognize tgﬁg/the pressures of large"m.
’c1a§s~sizes ;nd of'caveriné more material tian the allotted time usually .
{: allows, together w;th pressures .toward sociai ﬁorms go;erning behavior,
S
. ' are aspects of the conflict between the personal and the social that have -

. to be considered by teachers. Still,.we would ca;tién that it is possible

- . \
to attempt to develop the social and the civil, the acceptable and the:

-
= "

LN . Y .
standard, to such a degree that the perspnal becomes inQiscernible.

Students end upkfaying what' they areksupposed to say, net what they are

really thinkingidse,,

v

. . 4 & -
The _major iméiication of our work in invgstigating language and schooling
3 » >

is that teachers need to become more awdre of the ways language is used in

their classrooms.’' Because language behavior is habitual apd fleeting, at

4 *t
. tides' even unconscious: we need to slow it down and exémine it. gne way
to do that is through the aﬁalyéis of actual classfggg {énguage interaction,
s hccomﬁanieg by tﬁz stu&y of 1anggage theory to gain insight into the w?y
. j meaning is made through the interaction and interpenetration of social

K

lénguage and personal thought. T ,

0

It is_a very,difficultrtask for teachers to achieve an effective and

- appropriate balance between the personal and the social in the classroom.
(Stiil, the struggle to make meaning with language necessarily depends on

that balance, for our students, as for ps. >
19
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